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Abstract
This article is a contribution to a continued exploration of the application of
the constructs of Lev Vygotskyʼs socio-cultural theory of second language
acquisition. It reviews the known theories of second language acquisition
and explores such constructs as internalization and the zone of proximal
development. Specifically, the study explores whether Vygotskyʼs zone of
proximal development is a sufficient construct in learning a second/foreign
language. The result was staggering. Students were able to increase their
vocabulary knowledge by almost 450% within a period of one year. It
therefore suggests that internalization and ZPD, two of the constructs of
socio-cultural theory of second language acquisition are crucial to second
and foreign language acquisition. Thus, implementing socio-cultural
perspective in an EFL classroom puts emphasis on interactive activities
among learners; enables them to engage in conversations and increases
their motivation to study English inside and outside the classroom.
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1.0. Introduction
This research project represents my on-going attempt to explore the
various theories of second and foreign language acquisition which have
come to define my experience as an academic and an expert entrusted with
applying the most current and effective teaching of English language to
English learners in Japan and in other countries where I had worked (cf.
Kola Olagboyega 2013). It is an exploration that occurred within the
context of my attempt to test the veracity of the constructs of the
socio-cultural theory of second language acquisition.
Socio-cultural theory of second language acquisition cannot be fully
appreciated without situating it within other theories of second language
acquisition. Behaviorism is the oldest theory of language acquisition for
both the first and second language acquisition. Based on the work of B. F.
Skinner (1936, 1957) and expanded by Nelson Brooks (1960) and Robert
Lado (1964), central to this model is the view that all learning, including
language learning, is a process of habit formation. Language is viewed as
verbal behavior. Habits are formed when learners respond to stimuli in the
environment and subsequently have their responses reinforced so that
they are remembered. Emphasis is on what can be observed, that is to say
the ʻinputʼ to the learner and the learnerʼs own ʻoutputʼ. No hypothesis is
made about what happens in the learnerʼs mind ‒ this is a ʻblack boxʼ.
Noam Chomskyʼs (1971, 1972) innatist model based his theories on the
hypothesis that we are born with considerable preprogrammed knowledge
of how language works (the grammatical properties of language) and
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require only minimal exposure to activate our connection to particular
language(s) around us. He believes that the newborn infant brain contains
a ʻuniversal grammarʼ. The human capacity for language is not the product
of general cognitive skills, but an innate, genetically determined feature of
the brain of the human species. It allows young children to acquire
language on a systematic, rule-governed basis. It should be noted that
Noam Chomsky did not make specific claims about the implications of
innatism for second or foreign language acquisition. However, other
scholars do (Lydia White 2003, Vivian Cook 2003, Bonnie Schwartz 1993).
Steven Krashenʼ s (1982) monitor model, specifically for second
language acquisition was essentially influenced by Noam Chomskyʼ s
ʻinnatismʼ. Krashen based his model on the comprehensible input
hypothesis. Language acquisition is seen as the result of ʻcomprehensible
input + 1.ʼ In this theory, ʻi' represents previously acquired linguistic
competence and extra-linguistic knowledge, the hypothesis claims that we
move from i to i + 1 by understanding input that contains i + 1.
Extra-linguistic knowledge includes our knowledge of the world and of the
situation, that is, the context. The ʻ+ 1’ represents new knowledge or
language structures that we should be ready to acquire. Input is made
comprehensible to the learner through the context. The ability to
communicate in a second language and the acquisition of language
structures ʻemergeʼ ‒ they are not directly put in place by teaching.
Teaching can help monitor acquisition but there is a distinction between
acquisition and learning. Essentially, Krashen does not think language can
be learned in classrooms. This is an extreme view which most second
language acquisition scholars do not share with Krashen, and neither do I.
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The cognitive perspective “emphasizes the role of general human
abilities to process and learn information ‒ including language ‒ on the
basis of experience” (Patsy Lightbown and Nina Spada 2013). Cognitive
psychologists believe that first and second language acquisition draw on
the same processes of perception, memory, categorization, and generaliza-
tion. There are, however, several models that draw on the cognitive
psychological perspective. Let a list of some of these theories suffice at this
juncture. They include the Information processing model (Robert
DeKeyser, 1988 and Richard Schmidt, 2001); the Usage-based learning
(Nick Ellis, 2002, 2003, 2005); the competition model (Elizabeth Bates and
Brian MacWhinney 1981, MacWhinney 1997); the interaction hypothesis
(Evelyn Hatch 1978, Michael Long 1983, 1996, Teresa Pica 1994, Susan
Gass 1997, and Merrill Swain 1985); the noticing hypothesis (Richard
Schmidt 1990, 2001); the input processing hypothesis (Bill VanPatten
2004) and the processability theory (Pienemann 1999, 2003).
The focus of this study is the socio- cultural theory of second language
acquisition. Socio-cultural perspective is relatively new in the study of
second language acquisition. It puts emphasis on social interaction as an
indispensable criterion for language development. The ideas have emerged
from studies conducted by the psychologist Lev Vygotsky and his views
have become increasingly essential in the study of second language
development (Lightbown & Spada, 2013). Though there is no specific
framework of second language acquisition which can apply to every single
person due to the diversity of learnersʼ characteristics in a variety of
contexts, socio-cultural theory provides insight into the learnersʼ motiva-
tion and growth as the bye-products and positive consequences of
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interactive class activities, which have been proven to enhance second
language proficiency both inside and outside the classroom (Merrill Swain
2000; Thorne, S.L. 2003, 2005; Lantolf, J. P. 2006; Wen, W. 2008; Gass, S.M., &
Selinker, L. 2008). This study applies the construct of socio-cultural theory
to two groups of second/foreign language learners in Japan and explores
whether the constructs of zone of proximal development (henceforth ZPD)
is a sufficient criterion for effective second/foreign language learning or
not. To gain entrance to this territory, I ask a single question: to what
extent is ZPD an effective criterion in second language acquisition?
2.0. Method
My preference for sense-making, my epistemology, is firmly rooted
within the quantitative paradigm. I accept Usherʼ s caution (Usher, R.
1997) about research that I am searching for an unknown truth. It is as a
result of this that I am hoping that this study will lead to social scientific
authoritative knowledge.
If socio-cultural theory of second language acquisition (henceforth
ST-SLA) represents a figurative backdrop to this study, in the foreground
are various constructs that continually unfold in the process of implementa-
tion. My role as a researcher is to offer an interpretation of one of these
constructs (namely, the ZPD); and to define a social meaning that emerges
from and is shaped by human thought and experience.
My preferred research approach to data gathering was to measure the
vocabulary knowledge of my subjects. By this, I am interested in measuring
their productive rather than their receptive knowledge. I am also
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interested in the breadth of word knowledge rather than the depth of word
knowledge (cf. Anderson and Freebody 1981). In other words, I am
interested in the number of words a learner knows rather than what the
learner knows about these words (James Milton 2009). And, by knowledge
of the word, we are taking Paul Nationʼs definition to mean knowledge of
form, meaning and use (Paul Nation, 2001) as represented by the
following table from James Milton (2009:15):
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Table 1: What is knowledge of a word?
Meaning
Use
Form
What parts are recognizable in this word?
P How is the word written and spelled?
Written R What does the word look like?
P How is the word pronounced?
Spoken R What does the word sound like?
P What item can the concept refer to?
Concepts and
referents
R What is included in the concept?
P What word form can be used to express this
meaning?
Form and meaning R What meaning does this word form signal?
P What words parts are needed to express
meaning?
Word parts R
Collocations R What words or types of words occur with this
one?
P In what patterns must we use this word?
Grammatical func-
tions
R In what patterns does the word occur?
P What other words could we use instead of this
one?
Associations R What other words does this word make us
think of?
P Where, when and how often can we use this
word?
Constraints on use R Where, when and how often would we meet
this word?
P What words or types of words must we use
with this one?
Source: James Milton (2009:15; adapted from Paul Nation 2001:17)
Note: R = receptive, P = productive
The method used in identifying the initial vocabulary breath was
through the completion of questionnaires and by individual interviews. The
questionnaires were designed in accordance with the Common European
Framework of Reference for Languages (henceforth CEFR). CEFR
divides learners of a language into three broad divisions (A, B, and C)
which can then be further sub-divided into six levels: basic speakers A1,
A2; independent speakers B1, B2; and proficient speakers C1, C2. CEFR is
based on the aforementioned achievements and has developed a
description of the process of mastering an unknown language by type of
competence and sub-competence, using descriptors for each competence
or sub-competence, on which we shall not go into further detail here. These
descriptors were created without reference to any specific language, which
guarantees their relevance and across-the-board applicability.
Our interest in this study focuses on the speaking skill. We are
specifically interested in the spoken production of the subjects as this will
provide us with the relevant data by which we can assess their vocabulary
knowledge. As a longitudinal research that spanned one year, a lot of data
was collected for analysis, and much of this data will be further analyzed.
2.1. Subjects
The subjects are mainly adult learners of English as a second/foreign
language. Their age ranged from 30 to 72 years old. They had varying
degrees of educational achievements, from the least being a high school
graduate to university degree holders. They also held various types of jobs.
They were a mixed gender group with 18 women and 12 men. In terms of
their linguistic community, it is essentially Japanese. Their other accesses
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to English language are through the occasional radio and television
programs. Their purposes for learning English are as hobbies and in case
they travel abroad. Most of the students were introverts, as one might
expect of Japanese people.
They all enrolled in my English conversation (EIKAIWA) classes at a
community center in Akita, Japan. The community center had allocated
two separate classes and designated two labels for the students ‒
“beginners” and “advanced” English speakers. The classes are scheduled
termly, with each term consisting of ten 2-hour classes, with each class
meeting once a week. This meant that the students had a total of 80 hours
of classroom input, instruction and interaction. After each class, they were
given homework to do for the next class which would have taken any
student at least 3 extra hours to do per week.
For this study, the designation of the students as “beginners” and
“advanced” was not very useful as we found students in the “advanced”
class who should have been attending the “beginners” class and vice versa.
Moreover, the principles of ZPD did not allow us to strictly segregate the
subjects according to their level of proficiency.
In ZPD, Vygotsky believes that cognitive internalization takes place
when an individual (person A) communicates with an interlocutor (person
B) within his/her zone of proximal development (ZDP) which is a
metaphorical location in which he/she co-constructs knowledge in
collaboration with an interlocutor. In addition, the support that an
interlocutor, who has more knowledge, gives through social interaction is
referred to scaffolding. ST-SLA views cognitive development as an
interactive process, mediated by culture, context, language and social
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interaction. Therefore, our subjects were all put together in one group.
A further justification for this method and indeed for ZPD is Stephen
Krashenʼs (1985) comprehensible input hypotheses. This is based on the
principle that language acquisition occurs when one is exposed to language
almost all of which is comprehensible. Learners learn a new language when
they receive input that is just a little more difficult than what they can
easily understand. Krashen defines a learnerʼs current state of knowledge
as “i” and the next stage as “1” thereby arriving at the formula “i +1”
(Olagboyega, 2013). One way of achieving a higher level of knowledge in
second language acquisition is to put the beginners and the advanced
students together in one classroom.
2.2. Research Design
There are two popularly known research types in measuring studentʼs
breath of vocabulary knowledge. One is the Eurocenterʼs Vocabulary Size
Test (Meara & Jones, 1990; Meara & Milton, 2003). The vocabulary test
developed by Meara and Jones 1990 makes an estimate of the overall
vocabulary size of each student and places the students in a class which is
made up of people with similar overall vocabulary size.
Our study borrowed heavily from this model in applying a list of
level-graded questionnaires for our initial assessment or diagnostic
assessment of our studentsʼ level of vocabulary competence. (Please see
Appendix 1 for examples of questions used in the checklist). The checklist
of vocabulary knowledge was written in such a way that general language
competence is measured as well. This is because “measures of vocabulary
knowledge do not behave completely independently of more general
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measure of language competence” (James Milton 2009).
A second type of method used in estimating vocabulary knowledge is the
Levels Test (Nation, 1990, Schmitt et al, 2001). On this test, success relies
not just on learnerʼ s knowledge of the test words but also on their
knowledge of the words in the explanations and it is not completely clear
which items are being tested. Here is an example from Nation 2001:416):
Levels Test was used twice for this study. First, it was used as a
diagnostic assessment in order to determine whether there is a correlation
between what the students claimed to know and what they actually know.
The results of the diagnostic analysis show that there is no correlation at
all. However, this will be a topic of future studies. However, the data
gathered for the diagnostic assessment is crucial to this study. Levels Test
was also used as a summative vocabulary knowledge test in determining
the vocabulary growth of the students.
Exercises on word forms are particularly important in assessing the
learnersʼ knowledge of particular vocabulary items. Therefore, the
summative assessment made use of this exercise. Please see Appendix 2
for examples of the exercises on word forms used for this study.
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Table 2: Level Test
This is a vocabulary test. You must choose the right word to go with each meaning.
Write the number of that word next to its meaning.
1. Business
2. Clock ____________ part of a house
3. Horse ____________ animal with four legs
4. Pencil ____________ something used for writing
5. Shoe
6. wall
Levelʼs Test example taken from Nation (2001:416)
2.3. Teaching and learning input and classroom organization
Since the language target was vocabulary acquisition, the materials used
in class were standardized materials developed for that particular purpose.
Specifically for these subjects, we used Patricia Ackert and Linda Leeʼs
(2009) book: Cause and Effect: Reading and Vocabulary Development 3.
Each lesson consisted of a reading with highlighted vocabulary items which
the students were expected to learn in contexts. Then, there were
statements taken from the reading with missing vocabulary items. The
students were provided with a list of vocabulary items from which they
were supposed to select relevant ones. Then, there are comprehension
exercises on the reading as well as word forms exercises.
The class was organized in such a way that ʻweakʼ students are in the
same group with relatively ʻstrongʼ students. I provided discussion
questions, and the students in a group were to take turns in leading
discussion on the questions I developed.
My purpose was to link one of the constructs of ST-SLA, that is
internalization with ZPD in order to maximize the studentsʼ vocabulary
acquisition. Liang Aimin (2013) confirms that “the concept of internaliza-
tion is inseparable from scaffolding and ZPD”. Lantolf and Thorne define it
as the “means of developing the capacity to perform complex cognitive and
motor functions with increasingly less reliance on extremely provided
mediation”. Lantolf was more emphatic when he claims that it is through
internalization of the ZPD that the activities between people and cultural
artifacts transform into the inner activities of our brains.
The “weak” students were expected to imitate the “strong” students and
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learn from them. This is done mainly through observation and imitation.
Imitation, in the words of Aimin (cf. 2013) “is the most effective method to
promote internalization in language acquisition”. Imitation need not be
immediate either. It could be deferred to when the students went home and
reflect on the dayʼs learning and activities. This is referred to as “delayed
imitation”, which permits students to analyze language “off-line” and is
considered a continuum between imitation and spontaneous language
production because deferred imitation serves as “essential building blocks
for spontaneous speech” (Lantolf, 2007). For my subjects, spontaneous
speech would be an ideal objective, however it is beyond the scope of this
study.
2.4. Results and Discussion
Essentially, I could only rely on the Levelʼs Test for the analyses of my
experiment. The self-analysis questionnaires I used did not pass the
validity test. The result of those questionnaires did not correlate with the
result of the Levelʼs Test done. However, this was not surprising. Japanese
learners tend to be conservative in their estimates of their own knowledge
(Shillaw 1999).
A unique method to this study was that the Levelʼs Test were tabulated
and imposed into the CEFR levels. As discussed above, CEFRʼ s level
descriptors were more appropriate for this study. The improvement on the
studentsʼ vocabulary over a period of one year was staggering as the
results on the table below demonstrate:
The result can be diagrammatically compared thus in the following bar
chart:
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As these results show, there was a big drop in the total number of
students who started in the A1 category. The drop was by 59%. For those
who started in the A2 category, the improvement was by 150%. Overall,
59% of the students acquired a lot more vocabulary items than they started
with. For example, whereby no student was diagnosed as being
independent or proficient speaker at the beginning of the study, nine of
them ended up being in those categories after a period of 1 year of study. It
is also interesting to note that none of the students was able to achieve the
C2 (mastery or proficiency) category. This goes to show that language
acquisition takes time. And, for adult learners, it takes longer.
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Table 3: Test results
Final Assessment
A
A1
22
Basic
speakers
Diagnostic Assessment
C1 C2
B C A B C
9 12 6 2 1 0
A2 B1 B2 C1 C2 A1 A2 B1 B2
Proficient
speakers
Basic
speakers
Independent
speakers
Proficient
speakers
8 0 0 0 0
Independent
speakers
0
5
10
15
20
25
A1 A2 B1 B2 C1 C2
Diagnostic Assessment
Final Assessment
3.0. Pedagogical Implications for Second/Foreign Language
Teaching
In this paper, this researcher is situated firmly within the socio-cultural
theory of second language acquisition. The study embraces Lev
Semyonovich Vygotskyʼs (1896-1934) ideas and seeks to disseminate such
ideas to the worlds of second and foreign language teaching and learning.
In Japan, the size of EFL classes is big, and that used for this study was
no exception. Therefore, working in groups or in pairs is a valid method to
increase the number of opportunities that students have to speak in English
in class. Without doubts, they would probably learn and increase their
knowledge from peers through those interactive activities, especially
because there is a huge diversity of learnersʼ background and experiences
as recognized from their huge age gaps.
Coming from different backgrounds, it can be assumed that there would
be many different opinions in class, which make learners become exposed
to new words or expressions that are used by their peers during class
activities.
Moreover, the fact that there are differences in their proficiency levels
put the learners in the “zone”, Vygotskyʼs ZPD, so that learners can receive
scaffolding from their peers if they need help to express their feelings or
opinions. These possible predicted outcomes are remarkable, and have
been so for this study.
The challenge for the teacher is in creating a comfortable and conducive
atmosphere and an active classroom environment to get learners involved
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in English conversation with their classmates. The teacher needs to plan
and select his teaching materials very carefully. Indeed, teachers need to
figure out the ways in supplementing whatever materials they are using
with “authentic” class materials. In addition, the teacherʼ s role in the
classroom is to facilitate class activities by giving concise and accurate
instructions for the activities that the students need to engage in; by asking
questions to let students think and answer as many as possible; and by
scaffolding to help learners convey messages in English within the
established framework. When teachers are involved in helping students, it
is significant to let learners enjoy the challenges of their activities, because
too much guidance may slow down their learning (Baleghizadeh &Memar,
2012).
4.0. Conclusion
In ʻUnderstanding Social Researchʼ, Usher (1997) offers two allegorical,
and cautionary tales about research. In one tale, protagonists search for
order amidst a series of computer generated random associates. Driven by
the determined belief in the existence of a unitary plan, all involved ‒ the
generators of the random script and those seeking to uncover its truth ‒
die in horrible and bizarre circumstances. The second tale offered by Usher
is the story of a detective setting out to discover the identity of a murderer;
the crime scene is that of a library with a single book ‒ the identity of which
remains unknown ‒ sought as providing a unitary answer. Searching for an
unknown truth, the discovery of which will explain everything, has
parallels with the researcherʼ s quest for social scientific authoritative
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knowledge. Yet, in Usherʼs quoted tale, the ʻtruthʼ is discovered by chance ‒
a dream, an accident, a misreading, misremembering or misinterpretation
(Olagboyega, 2010).
In this study I defy Usher and make bold claims. We can assert that
activities planned based on socio-cultural theory seem to enhance
interaction among learners in class. As positive emotions create an upward
spiral, the more learners speak in English in class, the more confident they
will be. Through interactive activities in class, learners are encouraged by
their classmates when they work and speak together in pairs and in groups,
which may raise their motivation to speak more in English language and to
increase self-study at home as well as the homework they may have. As
Olagboyega (2012) claim, meaningful interactions among learners are the
greatest motivating force in learning. Socio-cultural perspective creates an
upward spiral by increasing meaningful interaction for students in class.
Thus, implementing socio-cultural perspective in an EFL classroom puts
emphasis on interactive activities among learners; enables them to engage
in conversations and increases their motivation to study English more
inside and outside the classroom. Most importantly, the first step for
teachers is to ensure that they arrange the classroom to be a comfortable
and conducive environment for learners in such a way that they feel less
anxious to speak in English. In this study, these methods have shown to
increase the learnersʼ vocabulary substantially.
I also accepted the challenges presented by Usher and resisted making
the claim that a single unitary ʻtruthʼ has emerged through this study. High
level proficiency in a second or a foreign language can only be achieved
through a combination of many factors. Factors, such as motivation and the
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age of the learners, cannot be over-emphasized (cf. Ackert, Patricia and
Lee Linda 2009).
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Appendix 1
No.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
A1 Can answer very basic questions such as oneʼs name, hometown, and
what one likes, for an article introducing a new staff member in an
in-house newsletter, for example, if the speech is slow and clear.
Level Can-do List Check
1.
2.
3.
4.
5.
6.
7.
8.
9.
Can ask or tell a classmate the next dayʼs timetable.
A1 Can tell the teacher that a friend will be absent from class today.
A1 Can exchange phone numbers with someone who one just become
friends with.
A1 Can ask or tell a friend what he/she wants for his/her next birthday.
A1 Can make basic greetings appropriate to the time of day to a friend or a
neighbor.
A1 Can read out short congratulatory words prepared beforehand, such
as ”congratulations on your marriage” ”I wish you much happiness” in
front of the guests at a friendʼs wedding party.
A2 Can answer simple questions aimed directly at oneself about the
current situation, plans, etc. of oneʼ s assignment, and express oneʼ s
thoughts or agreement with help from others during a regular meeting
at oneʼs workplace.
A2 Can talk in short simple terms about oneʼs family membersʼ jobs or
hobbies, for example, when introducing a date to them.
A2 Can introduce oneself in short simple terms to classmates about oneʼs
specialty, current interests, etc. on, for example, the first day of a
university class.
A1 Can ask or tell someone at oneʼs workplace where a colleague away
from his/her desk is at that moment.
A1 Can ask or tell someone where in the house a member of oneʼs host
family, a roommate, etc. is at that moment.
A1
B1 Can participate in a discussion during a community meeting, a meeting
of apartment owners etc. by understanding the outlines of the topic,
such as an upcoming event, confirming the facts, and expressing oneʼs
opinion.
B1 Can explain the situation in some detail and make a complaint when a
problem, such as loud noises by a next-door neighbor, occurs.
A2 Can greet with basic expressions a friendʼs family, etc. at their home,
and talk in short simple terms about oneʼs recent news and other topics.
A2 Can ask for or give simple information to a friend about a cram school in
the neighborhood, such as its courses and tuition fees.
A2 Can discuss in short simple terms with friends what to buy, how much
to spend, etc. to buy a birthday present for a mutual friend.
B1 Can introduce in some detail famous sights, local specialties and other
features when giving people a tour of, for example, a famous sightseeing
area as a professional guide, if preparations are made in advance.
B1 Can express oneʼs opinion, giving simple explanations and reasons, to a
friend about policies closely related to oneʼs daily life such as an increase
in taxes.
B1 Can introduce oneself in some detail including oneʼs name, position, line
of work, and other information necessary for business while exchanging
business cards with a client.
B1 Can participate in a discussion during a regular meeting at oneʼ s
workplace by understanding the outlines of the topic, such as the
development of a new product, confirming the facts, and expressing oneʼ
s opinion.
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26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
22.
23.
24.
25.
Can make a well-organized, simple speech including episodes
describing the bride and groomʼs character at a friendʼs wedding party
or other events, if one has prepared beforehand.
B1 Can introduce in some detail to the audience the speakerʼs character,
background, etc. at a lecture, for example, if preparations are made in
advance.
B2 Can explain articulately and in detail the content of oneʼs research while
showing data, etc., and respond flexibly even to questions that stray
from the topic of the presentation at an academic conference, for
example, if one has prepared beforehand.
B2 Can explain articulately and in detail oneʼs own proposal and respond
appropriately to questions, while showing diagrams, graphs, etc., at, for
example, a planning meeting at oneʼs workplace,? if one has prepared
beforehand.
B2 Can talk? with friends or coworkers about complaints about oneʼs work
or human relationships, as well as things one is pleased with, while
emphasizing points that are important to oneself.
B2 Can state oneʼs ideas and their reasoning to coworkers and appropri-
ately respond to the othersʼ opinions, when making a proposal about, for
example, changing a textbook, during recess at school or other
workplace.
B1 Can answer in short simple terms simple questions about oneʼs work
history, work requirements etc., at a job interview, for example, if one
can occasionally ask for repetition or explanation.
B1
C1 Can use language flexibly and effectively for social and professional
purposes.
C1 Can express myself fluently and spontaneously without much obvious
searching for expressions
C1 Can present clear, detailed descriptions of complex subjects integrating
sub-themes, developing particular points and rounding off with an
appropriate conclusion.
B2 Can articulate to a coworker oneʼs point of view about a social issue
such as trade liberalization while making connections to its impact on
the company or industry, for example, triggered by television news or a
newspaper article.
B2 Can articulate oneʼs point of view to a friend who is unsure of whether
to change jobs or stay with his/her present job, while stating the
advantages and disadvantages and their reasoning for both choices.
C2 If I do have a problem in communicating, I can backtrack and
restructure around the difficult so smoothly that other people are
hardly aware of it.
C2 Can express myself fluently and convey finer shades of meaning
precisely.
C2 Can take part effortlessly in any conversation or discussion and have a
good familiarity with idiomatic expressions and colloquialisms.
C2 Can present a clear, smoothly-flowing description or argument in a
style appropriate to the context and with an effective logical structure
which helps the recipients to notice and remember significant points
C1 Can formulate ideas and opinions with precision and relate my
contribution skillfully to those of other speakers.
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Appendix 2
Verb Noun Adjective Adverb
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
hero heroic heroically
beg beggar
surround surroundings surrounding
adopt adoption adopted
secrete secret secretive secretly
explore exploration
supply supply supplied
remain remainder
remains
remaining
choose choice choice
reality real really
Choose a word form from line 1 of the chart to use in sentence 1, and so on. Use the right
verb forms and singular or plural nouns. There are empty spaces on the chart because
there are not four forms for every word.
1. Many ____________children want to meet their birth parents.
2. Dan drove so fast on his vacation trip that he hardly saw his ________________.
3. Small children often ________________ to go with their parents when the parents
go out at night.
4. Jumping into the freezing water to save the child was a ___________ action.
5. They ate half the chicken and put the ________________ in the refrigerator for the
next day.
6. The company was unable to ____________ most of the things we ordered.
7. Are you more interested in the _____________ of outer space or the Earthʼs oceans?
8. I donʼt know why my children are being so __________________ today. Usually they
like to tell me where they are going
9. Can you help me? Iʼm _____________ having trouble with this computer.
10. I canʼt decide which movie to see. You make the __________________________.
Source: Patricia Ackert and Linda Lee ( ) Cause and Effect ‒ Reading and Vocabulary
Development 3, Fourth Edition (pp. 17-18).
